日本人が英語を学ぶためのEFLによる目標到達教授法 by Mohammad Umar FAROOQ
23
日本人が英語を学ぶためのEFLによる目標到達教授法■
■名古屋学芸大学　教養・学際編・研究紀要　第8号　2012年2月
日本人が英語を学ぶためのEFLによる目標到達教授法
Developing a Goal-Oriented Framework for Educating 
Japanese EFL Learners
Mohammad Umar FAROOQ
　当論文は EFLを学ぶ学生の英語スキルを上達させるための全体的なフ
レームワークを指針として示したものである。それには学習効果の目標と役
割にはそれぞれ4つの段階のあることを示した。まず最初の段階として、教員
が学生全体のレベルに合致するような適切な授業運営を決めることが必要で
ある。第2の段階では、その授業活動にある要素を加えながら修正して、学生
が一人で何度も繰り返し学習が続けられ、満足感を得られるような役割を果
たすことである。それから第3に、授業の課題は実際、教室内で行われること
が基本である。最後の段階では、モチベーションを上げるため、学生が自分
たちの進捗状況を理解させることが必要である。具体的には、そのスキルに
は言語習得のための内容が含まれる（例えば、会話の始まり、質問の仕方、
応え方、会話のキャッチボールなど）、そして聞き取り（例えば一般の、また
は細部にわたる情報、普通のコミュニケーションの会話スピード、そして書
きとりなど）である。以下、経験的に裏付けられた方法について順をおって
説明することにしたい。
The article is an attempt to provide a general framework for developing Japanese 
EFL students’ English skills. It comprises four phases with each of its objectives 
and function. The initial phase requires teachers to decide an appropriate activ-
ity matching with the students’ overall proﬁciency level. In the second phase, the 
activity is modiﬁed by adding an element whose function is to maintain students 
to work independently, repeatedly and with a feeling of satisfaction. The activity is 
then practically employed in a classroom setting. The ﬁnal phase demands students 
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to notice their progress which in turn sustains motivation. Specifically, the skills 
comprise productive such as initiating, inquiring, responding, interacting in the form 
of turn taking; and receptive including understanding general or speciﬁc information, 
natural speed of communication, and dictation.
1. Significance of the Study
A recent news that all 5th and 6th grade children in national schools throughout 
Japan will take one lesson per week (Fukuda, The Japan Times, 2010) clearly mani-
fests that English is getting more and more important to study for Japanese people 
in general and students in particular. There are several other places as well where 
English education in Japan is crucial such as 6 years in junior and high schools, 
with a variety of lessons of spoken and written English per week both by Japanese 
and foreign instructors (see Miura 1997, Johnson 1995, O’Sullivan, 1994, and 
 Wadden 1993). Spoken English lessons have especially been supported by the Japan 
Exchange and Teaching Program (JET) for the past 24 years (see JET, 2011). Ad-
ditionally, English is also the only language which has been widely taught in many 
Japanese universities, 2-year junior colleges and professional schools and colleges as 
a required subject, and even in some kindergartens (FD Foramu 1999, and Wordell 
and Gorsuch 1992). The National Center Test for University Admissions (2011), 
on the other hand, is another example in which English is also given a priority by 
most of the applicants in that a large number of them are partially accepted merely 
on the bases of its success. English is also one of the most important exams besides 
the Japanese language exam among national, prefectural and private universities en-
trance examinations. Still another area that shows the importance of learning English 
relates to standardized English exams such as TOEFL (Test of English as a Foreign 
Language), TOEIC (Test of English for International Communication), and the most 
popular Japanese exam series known as Eiken (see STEP information 2000, and 
Jackson 2000: 17).
An increase of foreign workers and overseas students in Japan are other factors 
to make English education essential for Japanese students: foreigners from Brazil, 
Peru, China, Pakistan, India, Bangladesh, Sri Lanka; and many foreigners from Af-
rican subcontinent. There is always a large group of language teachers – where the 
number has been increasing because of the introduction of English in the 5th and 6th 
grade of elementary schools – mostly from English-speaking countries. Foreigners 
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from all these countries have generally been living with their families which certain-
ly make the total number of foreign residents even larger. On the other hand, many 
foreign students visit Japan now for formal and informal education at universities 
and language centers. All these foreigners need to communicate in English which 
obviously make the English education more important.
Recently, academic efforts and major changes for improving English education 
grew even larger and faster (Tanabe 2003, and Milan 2001) especially in universities 
since ‘The percentage of students continuing on to universities and graduate schools 
are both increasing’ (Asahi Shinbun 2003, cited in Tanabe 2003: 4), and particularly 
after the introduction of the 2003 Action Plan to Cultivate ‘Japanese with English 
Abilities’ by the Ministry of Education, Culture, Sports, Science and Technology 
(MEST). One of such major changes in the 2003 Action Plan under the ‘Improve-
ments in the evaluation system for selecting school and university applicants’ is the 
widely known ‘introduction of a listening test in the university Center Examination 
(implementated since 2006)’ (Ministry 2003).
On the bases of the arguments made above, realizing the future need of English, 
therefore, the Ministry of education has been establishing concrete English related 
programs in Japanese schools such as introducing (i) ELT programs in junior and 
senior high schools, (ii) National Center Test for University Admissions, (iii) English 
in elementary schools as required course in the 5th and 6th grades from ﬁscal 2011, 
and (iv) English even in kindergarten. Similar efforts have been made by most of the 
universities’ faculties and departments. 
However, the most crucial issue is whether overall Japanese students, despite so 
much efforts, have similar English proﬁciency skills as compared with ones in coun-
tries such as China, Korea, India, Pakistan, Germany, France, Singapore, and several 
other countries in Africa, Asia and even Europe. If they have lower proﬁciency lev-
els, it is extremely essential to explore the kinds of changes that are required to be 
made in the (1) overall English education curriculum of a university in general, and 
(2) at classroom level in particular.
As regards English and its speakers in the world, ‘Over half of the world’s busi-
ness is conducted in English between non-native speakers. 80% of the world’s 
scientists write in English. 75% of the world’s mail is written in English. Over 
400 million speak English ﬂuently as a second or foreign language. Mother tongue 
speakers of English number over 300 millions’ Willis (2001: 2). This means that at 
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present, there are more non-native ﬂuent speakers of English than native speakers. 
Furthermore, there are about 30 countries in the world that use English as an ofﬁcial 
language (Musman 1987: vii-viii). Almost all of the 30 countries are either in Africa 
or Asia similar to Japan.
In contrast, according to Lougheed (1992: 2), from a reliable report on TOEFL 
scores of speakers of nineteen different non-English ﬁrst languages, overall score 
statistically proved weakest for Japanese learners. William (2007) discussing about 
English education in Japan concludes as “Japan is the only country where money 
spent on English learning is the highest and the result lowest.” More recently, 
Mathew (2007) in discussing Japanese abilities informs us that “the average TOEIC 
scores in Japan are among the lowest in the world, lower than many countries that 
are much poorer.” It is worth to point out here that the statistics, however, relate to 
those Japanese learners who have already attained a certain remarkable level of Eng-
lish ﬂuency, not to mention beginners. Imagine the level of those Japanese students 
who have never studied English after their high school (i.e. lower than beginners), 
and what they have studied in high schools is hard to utilize in companies because 
of the contents and the nature of learning as is widely known.
One major reason of the lack of English proﬁciency abilities could be the results 
of an excessive use of textbooks in classrooms from elementary schools through 
universities as the textbooks besides creating boredom among students, prevent stu-
dents from employing their own ideas and personal experiences of their life freely. 
Another reason may relate to an extreme focus of grammar as a majority of Japanese 
students often comment as “When I learned English in high school, I learned only 
grammar. Japanese teacher taught me a lot of grammar. I was getting hate English 
at that time. I thought Japanese student worry about grammar.” (Farooq, 1999: 27).
Furthermore, Thompson describing the situation pointed out that “The traditional 
Japanese regard for authority and formality is in tune with teacher-dominated les-
sons where much heed is paid to the ‘correct’ answer, learning of grammar rules and 
item-by-item (rather than contextualised) vocabulary.” (1995: 223).
Other studies have reported that “English language instruction in high schools in 
Japan has largely been and still is dominated by yakudouku, a non-oral approach to 
foreign language instruction thought to be related to grammar/translation.” (Gorsuch 
1998: 7); and “rote learning and memorization in Japanese schools.” (Susser 1998: 
55). Still another reason may lie in Japanese learners’ cultural and educational back-
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ground, and the concept of saving face that compelled them to remain silent when 
responding in English (Ishii and Bruneau 1991 cited in Korst 1997: 279).
1.1 Objectives of the Study
In view of the arguments above, the current study is an attempt to present a 
framework, based on my own experience of EFL (English as a Foreign Language) 
teaching, that may help Japanese students learn English with more interest, willing-
ness, and conﬁdence, and at the same time give them progress in their abilities. In 
this regard, the article will ﬁrst, provide information on how the framework has been 
developed and what are its essential parts; and second, discuss the outcomes of the 
study.
2. The Framework for EFL Education
2.1 Background of the Framework
Basic idea of the framework came from my own experience of classroom teach-
ing of a variety of spoken and written English courses with various types of learners 
including students, adults and children. I noticed something similar in all my class 
activities at various levels, ages of students, and at different contexts. Some of them 
are closely related to this article and which guided me to develop this framework. 
They are outlined below:
•  Routine activities that are common in most of the textbooks such as asking/answer-
ing questions; silently reading a written product and answering the comprehension 
questions; ﬁlling in the blanks; and memorizing a dialog with a hope to using it in 
real-life communication. Such types of listening, writing, vocabulary and grammar 
exercises could not be of much help to attract students in my classes, neither could 
they assist students to get any remarkable progress.
•  Game-centered activities were able to amuse students, however, they were taken 
as relaxed and comfortable time by the students as the students couldn’t link them 
to their learning. They were also not be able to make any changes in their learning 
skills.
•  Free talking activities were highly liked, however, they were considered as chat-
ting time by most of the students. On the part of myself, the activities made me 
as a one-sided communicator where the role of the students was just listening or 
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answering my questions. Most of the students, even the able ones, couldn’t ask any 
communication-based questions or hold even a short conversation.
•  On the other hand, activities that could help students get confidence were very 
popular. For instance, in a class of TOEIC, most of the students worked hard, once 
they noticed that their score got higher than before. Some students even asked me 
to continue the class without getting any credits. Still in another class, the number 
of enrolment has been increased. Most students commented that they wanted to 
study again because they realized progress in my previous class/es. According to 
Willis (2001: 14), ‘Success and satisfaction are key factors in sustaining motiva-
tion. If students feel they have achieved something worthwhile, through their own 
individual efforts, they are more likely to participate the next time’. This makes me 
believe that students are interested in hard study and care less about entertainment-
based activities.
•  Activities that force students to think such as problem-solving tasks, attracted 
almost all ages’ students. Even the less able and basic students manifested deep 
interests and willingness towards classroom learning. 
•  Activities with clear objectives and related to real-life were much more success-
ful than the language games and free talking. For instance, a simulation type 
classroom drama with the use of real-life objects such as passport, boarding pass, 
shoulder bag, and the airport check-in counter was not only favored by almost all 
the students, it also made students think seriously about its applicability in real-life 
communication.
•  Students seemed to be very confused and irritated if the contents were too hard 
for them to comprehend. On the other hand, easy and simpliﬁed lessons based on 
games, although highly liked by the students, could not get them any conﬁdence 
in learning. Several times, I encountered difficulties in conducting such classes 
without a background knowledge of the students’ English proﬁciency.
•  Most of the students in my classes preferred to work in the order of pairs, small 
groups, big groups and as a whole class especially to exchange members’ personal 
information in particular through indirect ways, for example, a student B gets in-
formation from A and passes to C as opposed to C gets information directly from 
A.
•  Basically any activity, no matter how hard, and time-consuming it was, attracted 
students if it could be provided them with conﬁdence in developing their learning 
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skills and if it was commonly used in real-life situation. For example, discussion 
through the Internet Yahoo Group Mail was much more successful than a short 
essay writing. Also, the activity of pronouncing new words in a real-life news-
paper using the expression ‘Do you pronounce ‘Encyclopedia’?’ (students try to 
pronounce the word Encyclopedia and check their pronunciation with the teacher 
in a classroom setting) was much more attracted by the students than doing it by 
themselves through an electronic dictionary.
•  Students worked more effectively in pairs and small groups of 3-4 students if they 
were given freedom, and assigned to do a task which involved them to (i) think, (ii) 
analyze, (iii) make decisions; and (iv) lastly complete the task. They were excited 
if the assigned activities asked them to exchange their personal information. 
•  Lastly, any example, concept, custom, habit, information, game, quiz, activity or 
advice that could help students get conﬁdence in their study at hand was highly 
successful as almost all students in my classes took it very serious and they started 
working harder. For example, in my spoken English classes, I ask students to write 
something in Japanese (e.g. their names) three times ﬁrst with the left and then 
right hand; then compare. This way, they notice a gap between their products. 
Then, I advise them to make a habit of repeating instead of writing in order get 
used to speaking ﬂuently. This technique works very well, and seems to be very 
helpful to get students’ attention and willingness towards learning practicing words 
and expressions orally through repeation.
2.2 Developing Skill: Choosing a skill to be developed
The framework in Fig. 1 comprises 2 big sections. The one on the left outlines the 
skills to be developed, and the other one on the right explains the actual procedure. 
In general, all the designed syllabuses and textbooks comprise English skills to be 
developed. At the onset, the framework demands a teacher to decide a skill that he/
she would like to focus on. Without a clear specific teaching/learning short term 
goal, students either may get confused or simply repeat the teacher. The skills are 
grossly categorized as Productive and Receptive.
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2.2.1 Productive
Productive skills are further divided into speaking and writing. In both of the sub-
categories, students make efforts to produce or develop something through speak-
ing and writing. For instance, in speaking students learn how to initiate, inquire, 
respond, interact in the form of turn taking, or some other verbal skills. Writing 
skills on the other hand, demand students to produce through actual writing phrases, 
isolated sentences, paragraphs (i.e. connected sentences), discourse (i.e. connected 
paragraphs), or some sort of written products.
2.2.2 Receptive
In Receptive skills, students make efforts to understand the incoming information 
in the form of sound and words, and do not make any efforts to produce something. 
Listening skills are of various types such as listening for understanding general or 
specific information, or understanding natural speed of communication, or more 
challenging skills of dictation. Hence the framework begins by making a decision on 
a goal of speciﬁc teaching for a teacher. 
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2.3 Target Input: Choosing a matching activity
A learner may work productively if the learner feels that the learning material is 
attractive in that it surprises the learner (Ellis 1997: 120), and authentic in the form 
of ‘simpliﬁed’ text as suggested by Widdowson (cited in Jones 1994: 294). Once a 
decision has been made on a skill to be developed, the next step is to decide a class 
activity matching to students’ proﬁciency level and matching to the skill itself (i.e. 
a writing activity does not suit to develop a speaking skill) where both are not so 
easy to decide. Roughly speaking, in order to take place learning, Krashen theory 
demands to teach an item in a way that the level of the item would be a little up-
per (say unit 1) than the overall students’ level. This means, the very ﬁrst step for a 
language teacher should be to know his/her students’ proﬁciency level. In practice it 
is not an easy task because of the crowded classes and limited teaching time which 
might prevent teachers to ﬁnd class level, however, it is extremely essential accord-
ing to even Krashen theory to ﬁrst ﬁnd the class level. Verbal and/or informal place-
ment tests are helpful to get a general idea of the over students’ proﬁciency level. If 
it requires time, asking students to give a mini presentation with limited preparation 
can also tell a lot about students in general. Even, a simple game can tell whether 
students differ in their English level.
2.4 Attractive Force: Adding an element to attract learners
Most of the textbooks and handouts have activities asking students to complete 
them as they are designed. For instance, an activity may have a list of some ques-
tions where students in turn ask and answer the questions. A dialog asks students to 
take roles, memorize, practice and present. In a similar way, a listening exercise may 
demand students to listen and ﬁll in the blanks or answer/choose an answer from a 
given set as is the case of many listening exams including standardized exams such 
as TOEIC, TOEFL and Step tests. Same is the case with reading and writing activi-
ties.
This approach is ﬁne, but it may lack in attracting students attention willingly. 
Therefore, in the step of the Attractive Force of adding some sort of elements, that 
may force students, to attract will make learning more lively and meaningful for 
them. For instance, an activity where students listen to a talk and then answer some 
questions cannot force students to listen it again as it has nothing to attract their at-
tention. However, an activity, in which students are informed some questions before 
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the talk starts and asked to tell whether they could hear their answers, is more likely 
to attract their attention and force them to listen again and again with interests and 
willingness. A written piece of information rather hard to ﬁgure out will be easier 
to understand if it is introduced in an interesting and new way which students have 
never seen or known before and at the same time which forces them to read the 
information repeatedly willingly and with interest. For instance, imagine a paragraph 
or set of paragraphs (i.e. discourse) which is required to be understood/translated by 
the students. We are aware of the English structure of the discourse that it is con-
sisted of pronouns such as he, she, they, his, her, their, its, this, that, here, there, and 
so on; and their related referents. If we just ask students to ﬁnd pronouns and their 
related referents in paragraphs, the students will look at them differently since this 
way we set an attractive force on the students. This attractive force will compel them 
in several ways: (i) to work repeatedly, (ii) to go back and forth and read repeatedly, 
(iii) to interact with different parts of the discourse, (iv) to make guesses and conﬁrm 
it, (iv) to understand meanings of difﬁcult words through a dictionary. The process 
may take a long time, but it will certainly attract students until they are satisﬁed with 
their answers by themselves.
On the other hand, many listening exercises can be designed by making a link to 
them with the Bingo game, played by a set of numbers printed on a piece of paper. 
We all know that players in a Bingo game pay full attention to ﬁnd the announced 
numbers. In other words, the mechanism and entire system of the Bingo game forces 
them to listen very attentively. At the time of the play, each player is so busy that he/
she doesn’t have time to help others; and also desires to listen to the numbers repeat-
edly (if at all possible). A large number of listening activities can be designed based 
on the Bingo concept.
Any listening activity can be linked to speaking and interaction simply because 
speaking and listening in real life occur together. In all of my spoken English classes 
of beginners through intermediate I teach a set of certain number of prompts that 
are very essential to master for the students in order to interact individually in real-
life communication. Common examples of the prompts are as follows: (1) Sorry?/ 
Pardon me?; (2) Please speak slowly.; (3) What do you mean?; (4) I don’t under-
stand.; (5) Sorry, I can’t say in English. Students memorize and use them in class-
room interaction with the teacher. However, a majority of the students are unable to 
employ effectively during interaction. At this stage, Bingo listening activity serves 
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as an attractive force for the students. For example, I use Bingo listening to teach 
price, time, numbers, telephone numbers, addresses, ﬂight numbers, and airplanes / 
theaters/trains/busses seats, directions in town/buildings, instructions, locations of 
the objects, etc. I also allow students to use the prompts (1) – (5) freely during the 
activity if they have a real need to do so. To my surprise most of the students even 
the most quiet ones try to use the prompts and repeatedly. This attractive force helps 
them not only to memorize the prompts, but also to understand their usage in real-
life interaction; and in addition individually, and willingly with the teacher. None 
of the students shows any sort of shyness or hesitation during interaction. This 
clearly indicates that setting an attractive force help students study naturally. I try to 
make the activities more challenging gradually as the students level gets higher. For 
instance, I speak faster, unclearly, and in the presence of some unavoidable noise. 
Natural communications almost always occur in the presence of some sort of noise. 
Imagine natural conversations that occur at places such as airplanes, busses, restau-
rants, coffee shops, shopping malls, parties. In the exception of conversations at cer-
tain places, where silence is created purposely, almost all places have some sort of 
noise in real-life situations. In contrast, most of the tape recordings are always pre-
pared purposely with complete silence. How can our EFL learners and ESL learners 
alike interact in real-life encounters when they are heavily trained by silence-based 
listening activities? Therefore, if we employ Bingo listening during our class hours, 
purposely with a small group of students while allowing the rest of the class to speak 
freely, it will create a similar atmosphere as outside of the classroom in real-life. 
Such type of listening training will not only involve interaction on the parts of the 
students, it will force them to manage it in the presence of a noise as well. In such 
kinds of activities, students are set two types of attractive forces: one refers to the 
Bingo and the other one relates to the noise.
Teachers are encouraged to think their own ideas to set new types of attractive 
forces. The more the number of attractive forces a student has, the more willingly 
she/he is likely to study and with progress. Therefore, an attractive force can be 
deﬁned as a trick/method/technique that catches students’ interests and enable them 
to work harder, longer, deeper and independently. One reason games and quizzes 
are so popular among students is that they serve as attractive forces for the students. 
Students not only enjoy learning, they also learn longer time without any feeling of 
tiredness. However, games should be carefully introduced as they sometimes mis-
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understood by the students. Most serious students and teachers as well mistakenly 
consider them merely entertainments, although such a self-created belief is not sup-
ported by theories based on languages, motivation and psychology.
2.5  Pedagogical Implementation: Performing the activity in the 
classroom
The implementation of the designed procedures of activities, based on a theoreti-
cal framework, in the actual classroom setting is essential as suggested by the pro-
ponents of the classroom research that “claims made by SLA (Second Language Ac-
quisition) researchers outside the classroom can be settled only by validating studies 
inside the classroom” (Nunan 1991: 149; also see Ellis and Hedge 1993: 9-10; and 
Ellis 1997: vii-viii). In this regard, I brieﬂy point out some related activities pub-
lished previously and because of them I was able to develop a General Framework. 
They relate to several areas of EFL and ESL classroom study, for instance, Listen-
ing, Reading, Writing, Vocabulary, and Grammar; and will be highlighted below 
along with a rationale.
2.5.1 Listening
To develop general listening, students were asked to listen to a normal speed 
conversation, and say the Signal Words (i.e. words that help to find the required 
information) they could easily hear. Then, based on the information on the signal 
words, they decide the answers of the following questions in small groups. ‘Where 
are the speakers in the dialog?’; ‘Who are they (i.e. their relationships)’; and ‘What 
are they talking about?’ (Farooq 1997a). The same idea was applied to understand a 
complicated dialog through reading (Farooq 1996a). For the same listening purpose, 
students were asked to listen to a true story spoken at a natural speed, and answer 
to a comprehension question. The students were informed the question before the 
story was told. For instance, the comprehension question was ‘How long was the 
coin inside the girl’s body?’. The story went like this. A 13-year old girl in Australia 
accidently swallowed a small coin and nobody knew. The girl grew up, married, got 
a job, but couldn’t speak for a long time. Then one day, the coin came out again 
accidently, and she got her voice back. (Farooq 1997b). In both the activities above, 
students develop their general listening skills in that they can get a general idea of 
what is happening, all through the signal words which are rather easier to hear with 
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almost no efforts, and, help to form a general view or picture of the entire dialogue 
or the story.
2.5.2 Reading
In reading activities, based on long and complicated dialogs, paragraphs, or es-
says, students were asked to ﬁnd pronouns and their related referents. Some of the 
examples are outlined below: (1) Early photographers had to carry ﬁlm and heavy 
equipment everywhere they went. But, this did not stop them. (2) Helen Keller was 
deaf and blind. She could not speak until she was seven years old. But these prob-
lems did not stop her. She became a famous writer and teacher. In another activity, 
each paragraph of a long essay is assigned an alphabet such as a, e, g, m etc. The 
paragraphs are then intentionally disordered. Students are asked to read the para-
graphs, understand, and place all the paragraphs in order. The completion leads to an 
English word/s, for instance, the words Associate Professors (= 19 alphabets) as the 
essay comprises 19 paragraphs (Farooq, 1996). Using the concept of signal words 
for guessing the meanings of unfamiliar words in written texts, a new activity was 
developed to have students comprehend reading passages especially in newspapers 
and magazines. In the activity, a student first focuses on the picture to guess the 
meaning of its caption which helps him to understand the topic of the news. Then, he 
reads the ﬁrst sentence of each paragraph, and the last sentence of the last paragraph. 
After that, he looks at different numbers, dates, places, and persons’ names, charts 
and graphs in the entire text. Ultimately, this method gives him conﬁdence to com-
prehend the text in a short time. A habitual reader can easily ﬁgure out even longer 
and more complicated texts (see Farooq, 1999).
In a similar way, employing the techniques of Scanning and Skimming, several 
activities have been developed that help students read lengthy texts such as news-
papers and magazines. Students, after hearing a question try to ﬁnd its answer in 
the newspaper. During the activity students compete, as regards speed in ﬁnding the 
answers. For instance, the students hear ‘I’m going to go to New York on business. 
Do I need to take an umbrella?’; or, ‘What’s the dollar and Yen exchange rate?’; or, 
‘I’d like to see a midnight movie, can you tell me the channel number and the movie 
name?’. Other activities train students to ﬁnd telephone numbers and addresses in a 
directory; entertainments channels’ and their schedules; interesting programs’ names 
on TV and radios; ﬂight, trains and busses schedules; information in the newspapers’ 
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and ﬂyers’ ads. Some activities are designed to preview textbooks, magazines and 
reports in a similar way in that the students work on ﬁnding the required information 
in written texts through WH- and Yes-No questions or True – false Statements. The 
Scanning and Skimming techniques are also used to develop general listening skills 
(Farooq, 1997a).
2.5.3 Writing
Based on a general framework, students employed Conscious-Raising (CR) tasks 
to develop their Business Writing skills. The focus was mainly on the letter writ-
ing. The writing activities were focused on the ‘Process Writing’ as opposed to the 
‘Product Writing’. The activities were designed in a way that students learn in stages 
in order to write the ﬁnal product effectively. For instance, students ﬁrst begin writ-
ing a letter with no experience and then learn the whole process of writing. At the 
last stage, students compare their ﬁrst and last letters to notice their progress. The 
students’ written products showed a remarkable improvements in their writing skills 
(Farooq 2003a).
2.5.4 Vocabulary
To get a hold on challenging vocabulary, students were introduced the concept of 
positive and negative words in that words that carry happy meanings and unhappy 
meanings respectively. This way, students could categorize English words as positive 
(e.g. holiday, relax, enjoy), negative (e.g. murder, die, embarrassed), or neutral (e.g. 
to, where, the). The activities asked students to decide happy, unhappy, and neutral 
words in a written text such as a newspaper since newspapers from their nature have 
several happy and unhappy news. On the other hand, a general meaning or sense of 
an unfamiliar word can be made by looking at words around the unfamiliar word 
where it appears in the text. These surrounding words for convenience can be named 
as signal words. Vocabulary activities based on this concept highly attracted the 
students. For instance, ‘If you add 8 to 10, you’ll get 18. The unfamiliar word ‘add’ 
can be easily grasped by the signal words 8, 10 and 18. However, in the sentence 
‘I’m occupied and I require your assistance’, it’s hard to ﬁgure out the meanings of 
‘occupied’, ‘require’, and ‘assistance’ as it doesn’t have any signal words (Farooq 
1996b, 2001).
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2.5.5 Grammar
To learn grammar and sentence structures, students create exercises by them-
selves, exchange with their classmates, solve them, and then understand their er-
rors by themselves through post discussion in pairs. In this approach, students do 
not understand at the time of solving the grammar exercises, but instead they learn 
when they develop an exercise by themselves and then study in post-discussion. 
For developing an exercise, a student ﬁrst copies a correct sentence from a standard 
written text and decide a word or phrase in the sentence which he wishes to make an 
error, and its error type, for instance, a verb error in the sentence as follows. ‘Bob 
graduated from university of California 20 years ago.’ The student then makes 3 
other possible choices of the verb ‘graduated’ such as (A) graduates, (B) graduat-
ing, (C) has been graduated, (D) graduated. How does the activity differ from other 
activities in solving grammar exercises? The activity here serves as a productive 
activity in real sense, through students’ experience of developing exercises, which 
gives students conﬁdence while solving the exercises. When students exchange these 
exercises with their classmates, and solve them they look at each choice with great 
care and analyze them keeping the same process, in the reverse order, they did while 
developing them (Farooq 2003b).
2.6 A Rationale for the Applicability of the Activities
The activities outlined above are some of the highlights. The articles comprise 
several other activities. All of them are highly liked by students of all ages, grades 
and proﬁciencies as they provided them with conﬁdence. The success of these ac-
tivities in actual classroom teaching encourages me to develop a general framework 
that can help EFL/ESL teachers to redesign their activities and use them in their 
own classes. In principal, almost all kinds of activities can be developed with minor 
modiﬁcations. To this end, a careful look at all the activities in the previous sections 
will inform that something is common in them. All have a clear target to begin the 
study and continue in a systematic way with clear stages to understand the task in 
hand.
Signal words are easy to hear or locate by reading a dialogue. These words guide 
students to the next stage. For example, ‘salad’ and ‘menu’ tell that the place of 
conversation is a ‘restaurant’ which in turn informs the relationships of the speak-
ers as a ‘waiter’ and ‘customer’; and ﬁnally it guides the students to ﬁnd the topic 
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of conversation such as ‘ordering’. In a similar way the nature of pronouns guides 
students to ﬁnd their referents in a reading text. For instance, ‘he, they this, these’ 
pronouns have different nature and help to ﬁnd their referents. Students know that 
‘these’ cannot be singular and ‘he’ cannot be feminine or an object. It is safe to state 
here that (i) the learning of a language is an organic process rather than a linear one 
in that structures are not learned in isolation, but that they interact with each other 
(Nunan 1991: 148), and that (ii) the students could be beneﬁted in this direction if 
they are provided mainly with the input to work on it critically, ﬁrst for the meaning 
in Krashen’s sense (Krashen 1982), and then for understanding the existing gram-
matical structures (Willis and Willis 1996: 67-68). This may mean that location 
of one referent will guide to ﬁnd another one. Furthermore, the process of ﬁnding 
referents will be gradually easier, and hence interesting and motivating on the part of 
the students.
Demonstrative pronouns’ referents are more challenging to locate, especially in 
large texts as they are often expressed in phrases, sentences or even paragraphs. If 
this is the case, then students learn through interacting with different parts of the text 
to locate pronouns’ referents which facilitate learning. Ellis (1997: 119-123, 162), 
emphasizing the signiﬁcance of input (also see Ellis and Hedge 1993: 8), states that 
the acquisition may be facilitated by teaching explicit knowledge through CR tasks 
assisted by the operations of noticing and comparing, which are considered neces-
sary for acquisition to take place, and that the input can become implicit knowledge 
when the operation of integrating is added. Imagine, in ordinary activities, do stu-
dents use a similar approach to grasp the meaning of a passage, and even if they un-
derstand based on their knowledge of vocabulary and grammar, do they understand 
their meaning correctly? If they do understand, then it surely needs a justiﬁcation as 
regards the language acquisition process.
As regards vocabulary, there are so many words in English that are extremely dif-
ﬁcult to understand through a dictionary or merely listening to a teacher’s explana-
tion, not to mention how much time they took just to grasp their surface meanings. 
Through happy-unhappy words approach, students work independently. They grasp 
the meanings of the words, and mainly because of this learning process they can 
keep their meanings longer in their deep memories. In other words, this approach 
involves students in a process to conﬁrm the meanings of the unfamiliar words along 
with their usage in real life in many ways. They may include at least (i) general 
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meaning, (ii) meaning in context, and applications of the meaning in real-life. In 
this regard Channel (1996: 84) informs that ‘I regard an L2 word as having been 
acquired by a learner when a) its meaning can be recognized and understood (rather 
than guessed at), both in and out of context and b) it can be used naturally and ap-
propriately to situation.’ Disappointed from dictionaries and teachers’ explanations, 
students often desire to know the difference of such words as shy and embarrassed; 
jealous and envy; murder and kill; and murder and assassinate. I ﬁrmly believe that 
these activities can help such students by themselves.
In the activity comprising 19 disordered paragraphs and with each associated with 
an English alphabet, students make efforts to put all the paragraphs in order and 
hence get the hidden words ‘Associate Professors’. Here again students interact with 
the entire text. This guides the students to use a discourse approach (see Farooq, 
2000) to understand each part of the text from the (i) meanings of words, (ii) phrases 
to sentences and paragraphs; and (iii) how all of them are interrelated. In his regard, 
Nunan (1999: 262-266) outlines a number of features which signiﬁcantly increase 
learners’ reading speed and their comprehension. Some of them are as follows: [i] 
Task typically makes use of authentic and challenging texts, and [ii] involves the 
students interacting with the text and with each other. [iii] Students identify the over-
all organizational pattern of a text; [iv] understand relations within the sentence; [v] 
use background knowledge; [vi] make their hypothesis explicit; [vii] evaluate other 
students’ hypotheses and check against the text; [viii] order a sequence of pictures; 
[xi] compare texts and pictures; and [x] avoid bad habits such as reading word-by-
word.
2.7 Progress Assurance: Making learners notice their progress
Once the designed activity has been employed in the actual classroom setting, the 
last stage is to ensure that most of the students have learnt something and the pre-
scribed course objectives have been accomplished to some extent. It is highly prob-
able that the prescribed course book has been completed. Students have also enjoyed 
the class, made friends and apparently felt satisﬁed. However, very few students are 
satisﬁed as regards their progress in achievements. If the course relates to spoken 
English, most of the students cannot answer, neither can they ask even very basic 
level questions.
One possibility is to ask students to write down through class feedback if they feel 
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any progress. Students should be encouraged to give examples in support of their 
positive or negative feedback comments. If at all possible, try to get the class feed-
back at the end of an activity. However, because of time constraint, if it impossible, 
then do get the feedback at the end of the course, but with clear questions such as 
below. Would you like to recommend this class to your classmates, why, why not?; 
Do you feel the course was helpful to learn speaking/writing/listening/etc based on 
the course objectives?; Do you think your English (in terms of speciﬁc skills) has 
been improved?; Did you learn something new, useful or practical in this class?
Another possibility is to assign 2-3 students each week to comment freely on the 
class activities and the progress of the students -as it’s easier to comment on others’ 
progress than noticing your own- on a piece of paper in English or Japanese and 
hand to the teacher.
Still another possibility is to repeat an activity in a group and see which group 
performs better. The main objective here is to have students notice or realize their 
progress by themselves.
Lastly, it is also possible if the activity is ﬁrst done with no preparation, and then 
repeated after classroom practice. For instance, ask the following Yes-No and WH-
questions without telling the difference, and with no preparation; and then at the 
end of the activity. Could you tell me your name? Where do you live? Do have any 
brother or sister? May I have your phone number? I believe most of the students 
would think that ﬁrst and the last questions are Yes-No questions as was the case in 
most of my classes.
Conclusion
The article is an attempt to provide a general framework for developing EFL 
students’ English skills. It comprises four phases with each of its objectives and 
function. The initial phase, in view of Krashen’s theory which demands to teach a 
linguistic item in a way that the level of the item would be a little higher (say unit 1) 
than that of the overall students’ level in order to take place learning, requires teach-
ers to decide an appropriate activity matching with the students’ overall proﬁciency 
level. In the second phase, the activity is essentially modiﬁed by adding an element 
whose function is to maintain students to work independently, repeatedly and with a 
feeling of satisfaction. The activity is then practically employed in a classroom set-
ting in a usual way. The ﬁnal phase demands students to notice their progress which 
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in turn sustains motivation. Speciﬁcally, the skills include productive (e.g. initiating, 
inquiring, responding, interacting in the form of turn taking); and receptive (e.g. 
understanding general or speciﬁc information, natural speed of communication, and 
dictation).
Recommendations for further study
Space does not allow to outline all the required information in this article, there-
fore, the next article will introduce some classroom activities based on the frame-
work; and, how the activities can help them learn English in an amusing way and 
at the same time give them progress and conﬁdence in speaking English naturally. 
Moreover, it will provide information as regards pedagogical implications and sug-
gestions for classroom practitioners as how the framework can be implemented to 
develop a wide range of EFL and ESL students’ English skills.
The current study focused mainly on educating EFL students. However, the 
framework is likely to be employed to teach almost all kinds of majors/courses/sub-
jects relating to languages, arts, science and engineering, with certain modiﬁcations. 
The key factor in the framework is the phase 3 which attracts even slow and less able 
students towards learning, and naturally forces them to work independently and for a 
longer time until the task at hand is accomplished. If this is the case, then the frame-
work will be much more helpful to teach more challenging and time consuming 
courses with less pressure on the teacher. Such a framework is a recommendation for 
further study.
Target Input (Phase 2) and Progress Assurance (Phase 5) are the phases which 
also need modification and are recommendations for further study. Verbal and/or 
informal placement tests to get a general idea of the over students’ proﬁciency level 
are applicable only for languages and may not match with the scientiﬁc and engi-
neering related courses. Therefore, the kinds of Target Input for the above mentioned 
courses are required to be explored in future studies. Similarly, Progress Assurance 
at the moment depends on the students’ feedback comments which require a consid-
erable time and efforts on the part of the teachers to read and understand. Therefore, 
other methods and techniques are needed to be explored in future research works.
42
References
Channell, J. 1997. ‘Psycholinguistic considerations in the study of L2 vocabulary acquisi-
tion’. In Carter, R. and McCarthy, M. (Eds). Vocabulary and Language Teaching. 83-
96. Essex: Longman.
Ellis, R. 1997. SLA Research and Language Teaching. Oxford: Oxford University Press.
Ellis, R. and Hedge. 1993. ‘Talking shop Second language acquisition research: how does 
it help teachers? An interview with Rod Ellis’. ELT Journal. 47 (1): 3-11.
Farooq, M. 1996a. ‘Developing Reading Skills Through Thinking’. The Research Bulletin 
of AWJC. General Education and Interdisciplinary Research. 29: 87-106.
Farooq, M. 1996b. ‘Developing Vocabulary Skills Through Thinking’. The Research Bul-
letin of AWJC. General Education and Interdisciplinary Research. 29: 107-1124.
Farooq, M. 1997a. ‘Utilizing OC Textbooks Effectively-Oral Communication –Ib, 13 
Conversations’. The Research Bulletin of AWJC. General Education and Interdisciplinary 
Research. 30: 37-56.
Farooq, M. 1997b. ‘Utilizing OC Textbooks Effectively-Oral Communication –Ib, 15 
Conversations’. The Research Bulletin of AWJC. General Education and Interdisciplinary 
Research. 30: 57-74.
Farooq, M. 1999. ‘Analyzing and raising students’ awareness of textual patterns in au-
thentic texts’. Essay Bank. Written Discourse.
 http://www.birmingham.ac.uk/schools/edacs/departments/cels/research/resources/ 
essays/index.aspx
Farooq, M. 2000. ‘On Analyzing and Evaluating Textual Patterns in Authentic Texts.’ The 
Research Bulletin of AWJC. General Education and Interdisciplinary Research. 33: 31-
42.
Farooq, M. 2001. ‘A Context-based Approach for Expanding Vocabulary.’ The Research 
Bulletin of AWJC. General Education and Interdisciplinary Research. 37: 127-146.
Farooq, M. 2003a. ‘Motivating English Learners through a Task-Evaluation Approach: A 
Case Study’. The Research Bulletin of AWJC. General Education and Interdisciplinary 
Research. 39: 81-98.
Farooq, M. 2003b. ‘Focus of TOEIC Grammar: Analysis and Pedagogy’. The Research 
Bulletin of AWJC. General Education and Interdisciplinary Research. 39: 99-116.
FD Foramu 1999. ‘98 Dai 4 kai FD Foramu Hokokushu (Reports from the 4th Forum on the 
Faculty Development of 1998). Zaidan Hojin Daigaku Konsoshiamu Kyoto (Kyoto: The 
Foundation of Universities Consortium).
Gorsuch, G. 1998. ‘Yakudouku EFL Instruction in Two Japanese High School Classrooms: 
A Exploratory Study’. JALT Journal. 20 (1): 6-32.
Griffee, D. and Hough, D. 1986. HearSay. Tokyo: Addison- Wesley, Japan Ltd.
Ishii, S. and Bruneau, T. 1991. ‘Silence and silences in cross-cultural perceptive: Japan 
and the United States’. In Larry, A. and Richard, E. (eds). Intercultural Communica-
tion. 314-319. Belmont, CA. Wadsworth Publishing Company.
Jackson, A. 2000. ‘Picture Storytelling in the Eiken Test’. The Language Teacher. 24: 17-
18. Tokyo: The Japan Association for Language Teachers.
43
日本人が英語を学ぶためのEFLによる目標到達教授法■
JET. 2011. http://www.jetprogramme.org/e/introduction/index.html
Johnson, K. 1995. Understanding Communication in Second Language Classrooms. Cam-
bridge: Cambridge University Press.
Korst, T. 1997. ‘Answer, Please Answer! A Perspective on Japanese University Students’ 
Silent Response to Questions’. JALT Journal, 19 (2): 279-291.
Krashen, S. 1982. Principles and practice in second language acquisition. Oxford: Pergamon 
Press.
Lougheed, L. 1992. TOEFL Prep Book. Englewood Cliffs: New Jersey. Regenrs/Prentice 
Hall.
Matthew, W. 2007. ‘J-myth 5: TOEIC scores prove low Japanese English ability’. http://
www.seekjapan.jp/article/1271/J-myth+5:++TOEIC+scores+prove+low+Japanese+ 
English+ability
Milan, C. (Ed). 2001. Newsletter. Issue 7. Open Distance Learning Program. 
 http://www.cels.bham.ac.uk/newsletter/newsletters.htm
Ministry of Education, Culture, Sports, Science and Technology. 2003. Regarding the es-
tablishment of an action plan to cultivate ‘Japanese with English abilities’.
 http://www.mext.go.jp/english/topic/03072801.htm
Miura, T. 1997: ‘An Analysis of “Aural/Oral Communication A” English Textbooks in 
Japanese Upper Secondary School’. Unpublished M.A. dissertation. Centre for Eng-
lish Language Studies. Birmingham: The University of Birmingham.
Musman, R. 1987. Background to English-Speaking Countries. London: Macmillan Publish-
ers Limited.
National Center Test for University Admissions. 2011. http://www.dnc.ac.jp/
Nunan, D. 1991. Language Teaching Methodology. Hertfordshire: Prentice Hall Interna-
tional.
Nunan, D. 1999. Second Language Teaching & Learning. London: Heinle & Heinle Pub-
lishers.
O’Sullivan, J. 1994. Teaching English in Japan. Brighton: In Print Publishing Ltd.
STEP Information. 2000. http://www.eiken.or.jp/index1.html.
Susser, B. 1998. ‘EFLAfs Othering of Japan: Orientalism in English Language Teaching’. 
JALT Journal. 20 (1): 49-82.
Tanabe, Y. 2004. What the MEXT Action proposes to teachers of English. TLT. 28 (3): 
3-8.
The Japan Times, On-line. 2010. Elementary Schools to get English. http://search. 
japantimes.co.jp/cgi-bin/nn20100629i1.html
Thornbury, S. 1996. ‘Teachers research teacher talk’. ELT Journal. 50 (4): 279-287.
Thompson, I. 1995. ‘Japanese Speakers’. In Swan, M, and Smith, B. (Eds). Learner Eng-
lish: A teacher’s guide to interference and other problems. 212-223. Cambridge: Cam-
bridge University Press.
Wadden, P. 1993. (Ed.). A Handbook for Teaching English at Japanese Colleges and Universi-
ties. Oxford: Oxford University Press.
Williams, K. 2007. ‘Japanese Universities Wooing Indian Students’. http://www.boloji.
44
com/opinion/0398.htm
Willis, D. and Willis, J. 1996. ‘Consciousness-raising activities in the language classrom‘. 
In Willis, J. and Willis, D. (Eds.). Challenge and Change in Language Teaching. 63-76. 
Oxford: Heinemann.
Willis, J. 2001. A Framework for Task-Based Learning. Longman.
Wordell, C. and Gorsuch, G. (Eds.). 1992. Teach English in Japan. Tokyo: Japan Times.
